	
	Targed/Target
	Yr hyn yr wyf wedi’i wneud yn yr aseiniad hwn….
What I have done in this assignment….

	Targed/Target 1
	Find ways to compare and contrast ideas from literature to present a synthesis of key ideas- rather than consider sources in isolation.
	In this assignment I have compared ideas in literature to synthesis key ideas and think about its impact on practice. 

	Targed/Target 2
	Do not rely too heavily on description. 
	In this assignment I have contrasted different literature and reflected on its impact, rather than merely describing what the literature says. 

	Targed/Target 3
	Ensure to link theory to practice.
	I frequently linked literature to practice throughout the assignment, referring to how the literature impact on my practice and the new curriculum for Wales. 


Student number: 2100299








Critically reflect on your progress in planning, preparing and teaching lessons that incorporates specific pedagogical principles. (This evidence should be taken from you Professional Learning Passport –PLP.) Identify one of these pedagogical principles as an area for development and justify the next steps in your development.

















ECAD6008 Assignment: Part 1

Professional Experience Template 1
	Pedagogy Standard
	Assessment for learning

	What did you do and why?

	This professional experience took place in a mixed Year 1/2 classroom during my first block of PTE1. During my Mathematics and Numeracy lessons, I implemented questioning as a form of Assessment for Learning. For context, the focus of this lesson was 'place value' and the learning objective was for children to identify hundreds/tens/units of numbers up to 1000. 

During the opening phase, I used 'think-pair-share' as a strategy to engage the children and begin to recap existing knowledge on place value from the previous week. Our 'helpwr heddiw' used an interactive 'spin the wheel' to generate a number to be our 'rhif y dydd' or 'number of the day' i.e., 64. Children were given a few minutes to independently think of facts about '64' and then to turn to their partner and share their ideas with each other. 

After a few minutes, I asked children to feedback some facts they knew about '64'- I used this opportunity to extend and challenge the children's knowledge further through the use of questioning. Specifically, open ended questions were used to challenge and build upon the children's existing knowledge. For example, many children feedbacked that 64 has 6 tens and 4 units. Questioning was used here to develop the children's ideas further; What does this amount look like on the bead bar?  Could someone show me this using our place value cards? What would happen if we subtracted 10?  What would happen if we added 100 more? If this was money, what coins and notes could we use to represent this amount?

I decided to use questioning as a form of AFL to encourage children to build upon existing knowledge to improve their learning. Questioning was an effective way for children to re-frame their current knowledge on 'place value' to understand the topic on a deeper, more complex level. By the end of the opening phase, I felt that children had deepened their understand of 'place value' using questioning.


	What have you learned?

	I found questioning to be an effective teaching strategy to assess children's learning. Questioning was a non-intrusive method of pin-pointing the children's understanding of the topic and any gaps in their knowledge. I used this information to inform future planning and differentiate the work appropriately to suit the understanding of each child. Using questioning, I was able to challenge the children's knowledge on 'place value' and extend their understanding further. I found that putting their understanding into different contexts was an effective way of doing this e.g., using real life contexts to apply their knowledge to relatable scenarios- 'Using money, what coins and notes would use to make this amount?' or 'How many different ways can we make this amount using coins and notes'.  As well as this, questioning encouraged children to think more deeply about their answers, often resulting in more meaningful classroom discussion. In this way, this experience was important insight on how questioning improves the learning of every child in the classroom. 

Looking at the professional standard, I felt that questioning has developed my personal pedagogy. In particular, I found that questioning was an effective way to advance pupil learning through encouraging progression. Questioning can be used as an ongoing teaching strategy to develop children's learning over time by building on prior knowledge and experience. This also links to refining teaching through the use of assessment- using questioning as a form of continuous formative assessment to tangibly monitor the children's learning. 

I will be sharing this experience on our 'share day' held on the 24th of November to fellow PGCE students through a presentation over Microsoft Teams. I think this experience will help my peers develop their professional standards and could inform their future practice.

	What next?

	I would like to continue implementing questioning as a teaching strategy to progress and assess learning. Going forward, I will spend time differentiating questioning appropriately to suit the learning needs of all children in the classroom. I would also like to incorporate teaching strategies (e.g., lollipop sticks, random name generator) to increase participation in questioning/classroom discussion to ensure that all children are contributing. Therefore, I will be developing my knowledge of differentiated questioning further by reading literature on the subject and incorporating into my classroom practice. 
For my 7004 module 'Researching the Learning', I will be conducting a 'lesson study' on differentiated questioning and will use my findings to develop my use of questioning in the classroom further.






Professional Experience Template 2
	Pedagogy Standard
	Blended learning

	What did you do and why?

	This experience involved teaching a mixed Year 1/2 classroom Language, Literacy and Communication (LLC). The learning objective this week was to create a Children in Need leaflet. To achieve this, Monday's learning objective was to research the topic of 'Children in Need'. The children were gathered on the carpet and introduced to the topic of 'Children in Need' and the learning objective was explained i.e., to find facts about Children in Need. 

The classroom was divided into different 'stations' containing different forms of information about Children in Need i.e., QR codes, posters, leaflets, videos, audio etc. The children were divided into their learning groups, which are based on individual learning needs. Children rotated around different 'stations' and collected facts about 'Children in Need' in their groups. During the plenary, children gathered back on the carpet and think-pair-share was used as a teaching strategy to feedback on what they had learnt/found out during the lesson.


	What have you learned?

	I found implementing blended learning extremely helpful in increasing children engagement during the lesson. Children enjoyed working with peers to find facts about 'Children in Need' using the different resource stations. All children met the learning objective i.e., to find facts about Children in Need and were able to feedback and share their facts during the plenary. 

I found this professional learning experience developed my personal pedagogy by providing children with blended learning experiences to advance their learning. Providing children with a range of information about 'Children in Need' made the lesson interactive and engaging. Using imaginative teaching techniques, such as QR codes, advances children's learning through developing digital competence and LLC- Literacy skills were used here to read online articles and communication skills were used to share facts with peers. 

All resources were differentiated to meet the children's individual learning needs- an example of differentiated Children in Need poster is provided as an attached asset. Differentiating resources is an important teaching strategy to enhance learning by considering different learning abilities and needs.


	What next?

	I will continue implemented blended learning techniques as part of my teaching practice. Going forward, I would like to experiment with different teaching approaches in relation to blended learning e.g., changing the learning environment. 

On reflection, if I was to teach this lesson in the future, I would make some adjustments. Firstly, I found that using too many resources was detrimental to the children's learning. Some children became over-excited and struggled to stay on task i.e., finding facts about Children in Need.  I found that the wide range of resources led to cognitive overload (Sweller, 1988) and children started to become disengaged from the activity. To combat this, I would provide a smaller range of recourses for children to focus on. Another approach would be to work with individual groups so that I am able to better manage the learning environment.







Professional Experience Template 3
	Pedagogy Standard
	Real life authentic contexts


	What did you do and why?

	During this professional experience, I was teaching Language, Literacy and Communication in a mixed year 1/2 classroom.

This week’s learning objective was to plan and write a letter to 'Santa'. To introduce this topic to the children, I brought in an 'elf on the shelf' (named Buddy). Buddy had brought a letter from the North Pole addressed to the children. In the letter, Buddy introduced himself and explained that he would like the children to create a letter to Santa that he would be delivering to the North Pole at the end of the week. Buddy would be staying to watch over the children and observe all their hard work, reporting back to Santa each night. Throughout the week, Buddy was very mischievous e.g., playing in their role play corner, building block towers, climbing displays etc. I found using Buddy was a great way to engage the children in the task each morning and the children were able to relate Buddy to their own experiences, often sharing what their 'elf on the shelf' had done in their own homes. 


	What have you learned?

	Using Buddy was an effective way for children to relate their learning to their personal experiences. This increased conversation in the classroom and children were eager to share their experiences and engage with writing their letters to Santa. Having Buddy in the classroom helped the children find purpose to their learning and created a sense of ownership to their work. All children were able to meet the learning objectives and successfully planned and wrote their letters to Santa. 

In relation to professional standards, this experience was a great way of developing my personal pedagogy by using real life, authentic contexts to advance the children's learning. Using Buddy helped the children apply real life experiences to help advance their learning. Through this teaching approach, children were able to create and structure a letter, meeting their learning objective. 


	What next?

	If I taught this lesson in the future, I would enhance the authentic element of this experience by having the children post the letter in the post office/ letterbox in their local community. I think this would add to the authenticity of the experience and link real-life contexts to the children's learning. I would like to continue using authentic contexts in the classroom and engage with online materials to develop this further. For example, twitter is a great resource for lesson ideas, with many teachers using the online platform to share their ideas. 




Professional Experience Template 4
	Pedagogy Standard
	Cross-curricular themes


	What did you do and why?

	This professional experience took place in a mixed year 1/2. The lesson taught during this professional experience was physical education with the learning objective to 'develop my ball skills by dribbling a football'. During the warm-up, children had to 'copy' the stretches demonstrated through Welsh instructions. Body parts were referred to in Welsh throughout the warm-up e.g., 'ymestyn eich breichiau' (Stretch your arms), followed by a visual demonstration for the children to follow. I implemented Welsh into the warm-up to develop cross-curricular themes in my teaching practice. Children were able to practice and develop their Welsh skills by referring to body parts during the warm-up in Welsh. 

After the warm up- the main activity of the lesson was explained to the children. Children were shown different visual 'action cards' and explained their meanings. A number would be shouted to the children with a corresponding visual action card that the children would need to read and follow. For example, 'number one' would have a corresponding action card with the words 'on the run' and the children would have to start dribbling with their football. Another example was 'number two' would have an action card 'on the shoe' and the children would have to stop dribbling by stopping the football and holding it still using their shoe.

	What have you learned?

	Using Welsh during the warm-up was an effective way to consolidate previous knowledge of body parts. Following simple spoken instructions, children were able to apply their previous learning to a different context using their Welsh listening skills. I found this was an effective way to keep the children engaged and develop prior knowledge. Similarly, children were able to develop their language, literacy and communication skills through reading the 'action cards' during the main activity. Children were able to read and follow the commands on the action cards while develop their ball skills, therefore reaching the learning objective. 

I found this professional experience an effective way to develop my personal pedagogy by applying cross-curricular themes to advance the children's learning. Implementing LLC and Welsh skills across different areas of learning experience (AOLE's) is an important to apply to my practice to develop children's cross curricular skills throughout their learning experience. 

	What next?

	Going forward, I will continue to implement cross-curricular themes as a method of advancing and consolidating children's learning. I would like to develop this further by implemented IT into other AOLE's to develop children's digital competence skills. 










ECAD6008 Assignment: Part 2


Introduction 
In 2015, the ‘Organisation for Economic Cooperation and Development’ (OECD) deemed that current assessment arrangements in Wales are unsatisfactory, with student attainment rates in Wales the lowest in the UK (OECD, 2015). Since then, Professor Graham Donaldson’s progressive ‘Successful Futures’ 2015 publication has reviewed the national curriculum and assessment arrangements in Wales and put forward recommendations that went on to inform the ‘New Curriculum for Wales 2022’. Formative assessment is a key feature of this, supporting teachers to understand the knowledge and understanding of their students. These insights are essential to inform ‘next step’ teaching that develops further progression in future learning (Donaldson, 2015). In this way, formative assessment is an ongoing, informal method of improving learning and developing students to reach the ‘four purposes’ of the new curriculum for Wales (Welsh government, 2015). 


Literature Review 
Questioning is a well-established teaching strategy used to facilitate formative assessment of student learning and is embedded throughout educational literature. Rosenshine’s ‘Principles of Instruction’ merge cognitive science, classroom practice and cognitive support to create ten research-based principles for teachers to implement to improve student learning. According to the third principle, teachers should ask their students a large number of questions to enhance learning (Rosenshine, 2012). This principle was validated by a classroom study where, following training, a group of teachers introduced new material to their students by asking a large number of questions. Findings showed that these students received increased test scores compared to students whose teachers had not undergone the training (Good and Gouws, 1979). Despite positive findings, the study was small-scale with participants including 40 primary school teachers based in one ‘school district’ in Tulsa, USA., perhaps creating an unrepresentative sample. As the study was short-term, lasting only three months, the true implications of this study would be difficult to gather. (Coe et al (2020). In essence, conducting a short-term study with a small sample could lead to unreliable findings. On top of these limitations, the narrow findings of this study could be difficult to apply to teacher’s practicing in Wales due to the stark contrast between the American and Welsh educational systems.  
Rosenshine emphasises the number of questions asked, rather than the quality of the questions themselves (Coe et al, 2020). Although increasing the number of questions improved student test scores, no findings were made in relation to improvement in student learning and understanding. According to Cremin and Arthur (2014) questioning should encourage higher order thinking skills, allowing students to build upon long-term memory to formulate meaningful responses. To encourage these responses, questions should progress to allow students to build upon their understanding and create deeper connections to prior learning (Welsh government, 2010). Promoting higher-thinking skills through progressive questioning allows teachers to tangibly observe progression in learning by enabling formative assessment of student’s learning. Saying this, Rosenshine accepts that questioning helps students connect new and previous knowledge to improve learning, albeit being through the number of questions asked (Rosenshine, 2012). Practically, having tangible indicators of student understanding is important to inform future planning which will enhance student outcomes by identifying misconceptions and any gaps in knowledge (Gardener, 2012). 
In practice, teachers could use Bloom’s taxonomy to structure progression through questioning in the classroom (Bloom, 1956). Bloom’s taxonomy offers a hierarchy of cognitive skills that can help progress questioning in the classroom. In this way, questioning can begin with knowledge-based questions that encourage students to recall facts from long-term memory. This can progress to higher-thinking questioning, such as synthesis-based questioning, that encourage students to reassemble different information to create an innovative product. Although questioning should provoke higher order thinking skills, knowledge recall and memorisation has a clear role under Bloom’s taxonomy. Francis (2016) argues that knowledge recall is an important foundation to learning new information before progressing to more complex knowledge construction. Practically, it is also important to acknowledge that although Bloom’s taxonomy has a hierarchical structure, the categories are interchangeable and do not function independently. Therefore, while integrating Bloom’s taxonomy into questioning, the level of cognitive skill applied is dependent on the learning needs of the students and the context of the lesson (Welsh Government, 2015).
Structuring questions using Bloom’s taxonomy helps students connect prior knowledge to new contexts, developing students to become “ambitious, capable learners” (Welsh Government, 2015, p.1). Elements of constructivism can be drawn here, accepting students as active participants in their learning who actively develop upon prior knowledge to form new connections in the brain known as ‘schemas’ (Piaget, 1953). The process of creating ‘schemas’ is an individual one, which highlights the importance of students being actively involved in their learning. Involvement is integral in formatively assessing student learning and without this assessment, no link can be made between teaching and learning (Black et al, 2007). Student involvement is often hindered by surface learning, where students are instructed to recall facts as passive recipients of information. When information is received passively, it is stored in isolation and obstructs connections being made to prior knowledge (Hattie, 2009). Political pressures underlying educational policies increase surface learning in the classroom (Black and William, 2010). For example, high rankings in the Programme for International Student Assessment (PISA) would be favourable for national economy and competition, which are gathered by external testing. In this way, surface learning takes predominance through the use of summative testing. Practically, the relationship between surface learning and summative assessment can be detrimental to learning as it involves recalling information, giving no insight into student understanding to inform future planning to progress learning (Donaldson, 2015). 
The fractured relationship between political incentives and formative assessment is validated by the ‘Learning How to Learn’ (LHTL) project (Marshall & Drummond, 2006). The LHTL project aimed to observe whether formative assessment strategies were being implemented to promote student autonomy and involvement. Findings saw that only a fifth of lessons observed included assessment for learning strategies that promoted student autonomy. From interviews conducted, teachers felt rushed to cover curriculum content and adhere to a ‘tick-box’ culture (Marshall and Drummond, 2006). Again, this reflects that educational policy can impede on quality of learning, with surface learning being used to adhere to external testing pressures (Black and William, 1998). The LHTL project gives a reliable representation of views surrounding assessment for learning in the classroom, with over 40 schools, 1,000 teachers and 4,000 students taking part (Marshall and Drummond, 2006). In terms of student learning, summative assessment can create a negative classroom culture, encouraging unhealthy competition amongst peers. Black and William (1998) explain that this could encourage students to seek high test scores, rather than focusing on personal learning and progression and this competition can lead to low self-esteem. Perhaps this reflects why self-esteem is a problem in our classrooms, with PISA noting that within one-third of participating countries, 50% of students thought they had no control over improving their intelligence (Schleicher, 2018). In essence, political drivers can have an indirect effect on student learning, as teachers are pushed to deliver high test results that impact on their classroom practice. Policies with generalised educational objectives are ineffective in the classroom as they discredit the importance of formative assessment and adjusting teaching to recognise individual learning needs. 
A collaborative relationship between policy makers and educators may remove some obstacles in providing a quality learning partnership between student and teacher (Black and William, 1998). Perhaps Professor Graham Donaldson is a working example of this, with a background as a teacher and well-established policy shaper with experience working as an international expert for ‘The Organisation for Economic Co-operation and Development’ (OECD) and author of ‘Successful Futures’ (Donaldson, 2015). Donaldson (2015) recognises the long-standing use of summative assessment in the classroom, with testing being an effective indicator of pupil learning. Similarly, a study of 700 students in New Zealand found that students saw surface learning as an important element of their education because recalling knowledge was a predominant factor in summative assessments which is needed to gain higher education and employment (Hattie, 2012). Although summative assessment has a clear role in academic achievement, it should not be relied upon in isolation to promote progression in learning (Donaldson, 2015). Summative assessment should supplement overall teacher assessment for learning, to give insight to both the students deep and surface learning (Hattie, 2012). For example, Singapore focuses on creative thinking and problem solving as a measure to learning through testing, presentations and collaborative written reports integrated across multiple subject disciplines (Donaldson, 2015). This is an effective use of summative assessment, as students are encouraged to apply their knowledge in different contexts rather than recalling surface learning to answer knowledge-based questions. Links to the new curriculum for Wales can be seen here with teachers having a cross-curricular responsibility to integrate literacy, numeracy, and digital competency skills across all six areas of learning experience (Welsh government, 2019). Hattie (2012) accepts this, explaining a balance of surface and deep learning allows the natural progression of learning to take place- from recalling new information to thinking critically by connecting new and prior knowledge together to deepen understanding. 
The recognition of formative assessment to progress learning cannot be facilitated without an evolution in student and teacher relationships. Formative assessment relies on the ongoing feedback from students to allow teachers to assess learning to inform future planning (Hargreaves, Gipps and Pickering, 2018). For this reason, student interaction is an essential part of learning, with a student-teacher partnership allowing a sense of ownership to learning that belong to both teacher and student (Black et al, 2006). Questioning is an effective formative assessment strategy to increase student- teacher interaction. As student needs are ever-evolving, questioning provides an on-going form of interaction to allow teachers an awareness of how, and what, the student has learnt. These insights can be used to develop future questioning and teaching strategies into planning to progress learning further (Black and William, 1998). In this way, questioning provides a continuous cycle of interaction from the student that goes on to inform and develop questioning to help learning improve. This child-centred approach to teaching runs through the ‘four purposes’ of the new curriculum for Wales, which encourages students to communicate and explain their ideas, thinking critically and applying these ideas in different contexts (Welsh government, 2015).  
One obstacle to student-teacher interactions is insufficient ‘wait time’, which is defined as the time spent waiting for an answer from an individual, or group, after the question is posed (Rowe, 1974). Rowe’s study found that the average ‘wait time’ given by teachers is 0.9 seconds (Rowe, 1974). Teacher intervention after 0.9 seconds does not give the students an opportunity to process the question, let alone create an answer. Using a short wait time discourages deep learning as student do not have enough time to formulate meaningful answers (Black et al, 2007). In this way, giving insufficient wait time excludes most students in the classroom from answering therefore decreasing classroom engagement and hindering formative assessment of learning. Teachers participating in the study reflected that closed questioning was frequently used in the classroom to promote correct answers and if no answer was given, teachers would rely on higher achievers, answering the question themselves or change the question completely (Rowe, 1974). Using closed questioning could lead to over-reliance of surface level questioning to enable fast-paced answers by students merely recalling information, rather than creating thoughtful answers by connecting prior learning (Clarke, 2001). In this way, ‘wait time’ should be thought of as ‘thinking time’, as questions should encourage deep thinking rather than waiting time until the teacher intervenes (Welsh Government, 2010). Giving insufficient wait time excludes most students from answering leading to a decrease in classroom engagement and hindering formative assessment of learning facilitated through student interactions (Black et al, 2007). If the wait time was increased to 3 seconds, student participation would increase as students would be given more thinking time to consolidate their knowledge and construct a meaningful answer (Welsh Government, 2010). Wait time emphasises the importance of thoughtful planning to promote dialogue between student and teacher to progress learning. Increasing interaction in the classroom allows students the opportunity to consolidate and develop their knowledge by meaningful questioning while giving the teacher insight into student understanding. 


Conclusion
Becoming a reflective practitioner is a vital element of teaching in Wales. Critical reflection allows teachers to unpick their practice to recognise the reasons underpinning their teaching and recognise their implications to learning (Winch, Oancea and Orchard, 2013). In other words, reflection allows teachers to apply, reflect upon and develop theory to inform their personal practice (Furlong, 2015). This is closely linked to pedagogy, which encourages teachers to critically reflect on their practice to ensure that it successfully develops student learning and progression (Donaldson, 2015). By merging theory and practice, teachers are facilitating new curriculum for Wales aims by ensuring students are developing the four purposes of the curriculum. 
After critical reflection, I recognise that questioning has clear benefits to facilitate formative assessment in the classroom to improve learning. Questioning should promote higher-order thinking skills to encourage students to connect new and previous learning (Clarke, 2001). Practically, I could use Blooms taxonomy (1956) to structure questioning to help students develop deep learning. Knowledge- based questioning is an effective method in introducing new information to students. This could be facilitated by closed-questioning to encourage recall to consolidate new information (Clarke, 2001). Using my professional experience as a practical example, “What is the place value of 64?” is a closed- question to ensure that students understand the foundations of new information (See above: Professional Experience Template 1). Using Blooms taxonomy, questioning can progress further to develop higher-thinking skills, for example, through application- based questioning. Referring back to the professional experience; “Can you explain whether I am correct of incorrect? 64 has 6 tens and 4 units” is an open-ended question which can encourage students to apply problem- solving skills to give more elaborate responses, helping serve as an indication to deeper understanding of concepts (See above: Professional Experience Template 1) (Welsh Government 2010). Blooms taxonomy is a useful method to structure progression in questioning, facilitating the natural development of understanding, from surface to deep learning (Gardener, 2012). Beginning with closed-questioning to consolidate information and progressing to open-questioning, allows students to naturally develop higher-thinking skills and allows for more insightful interactions to inform future planning to improve learning (Welsh Government, 2010). Applying this in classroom could help students progress in becoming ‘ambitious, capable learners’ who are able to connect and apply knowledge to different contexts and solve problems (Welsh Government, 2015). In this way, higher-thinking questioning help achieve curriculum aims by embedding cross-curricular responsibilities throughout all 6 areas of learning experience (Donaldson, 2015). 
Purposeful questioning increases student interaction in the classroom, which gives essential insights into student learning (Cremin and Arthur, 2014). Student involvement is often hindered by low self-esteem created by competition in the classroom. A classroom culture of acceptance combats this, making students feel comfortable in expressing their ideas in a safe environment (Black and William, 1998). Practically, there are many teaching strategies that I could implement to encourage a classroom culture of acceptance. For example, Clarke (2001) uses ‘echoing’ as a method to clarify the students own thinking and show that their ideas are valued. Echoing is the act of repeating back to the student what they have said through paraphrasing (Clarke, 2001). Another way to encourage interaction in a safe environment is ‘think-pair-share’ (Henderson and Laurence, 2011). This involves asking a question, giving students to think of an answer independently and then share their ideas with their peers. This allows students the opportunity to consolidate their ideas before sharing with the classroom. In this way, think-pair-share is an effective teaching strategy to help self-esteem and increase student interaction. (Henderson and Laurence, 2011) Applying these strategies would develop my personal pedagogy by actively listening to learners to encourage participation and ownership of their learning to create healthy and confident individuals. (Welsh Government, 2018).  
Wait time is a common obstacle to allowing student-teacher interactions. Going forward, I would allow sufficient wait time, being a minimum of 3 seconds, to allow students to give meaningful responses to questions posed (Rowe, 1974). Without sufficient wait time, students would not have time to formulate responses based on prior learning. This could hinder assessment for learning by not providing an accurate insight into student understanding (Black and William, 1998). Going forward, using whiteboards to write responses may be an effective strategy to help students articulate their ideas. This strategy, coupled with sufficient wait time, may be a useful method to encourage deep learning but increasing overall participation in classroom interactions. Implementing innovative strategies in the classroom develop ambitious students who are able to explain ideas and concept using current and previous knowledge (Welsh Government, 2015). 
Meaningful questioning is an effective teaching strategy to facilitate formative assessment of student learning. Through this assessment, teachers can make meaningful adaptations to future practice to improve the learning of students individually. Reflecting on the development of the national curriculum in Wales highlights the importance of creating a student-teacher relationship to improve learning by increasing student interaction to gain deeper insights into student understanding (Black and William, 1998). Going forward, I would like to trial new strategies in the classroom to help facilitate effective questioning and to inform future practice. That is, the use of Bloom’s taxonomy (1956) to progress questioning, the use of think-pair-share to create a classroom culture of acceptance (Black and William, 1998) and to ensure sufficient ‘wait time’ to allow student expression (Rowe, 1974). By doing so, this facilitates Donaldson’s objectives for the new curriculum for Wales by becoming a critically reflective teacher and embed the ‘four purposes’ into student life through learning (Donaldson, 2015).
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